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Research indicates that listening skills can be 
improved through direct and indirect instruction in listening; that 
reading and listening comprehension skills are closely related; that 
they both involve the same mental processes; and that instruction in 
either skill affects the other favorably* Little emphasis is placed 
on teaching listening skills because of the following misconceptions: 
(1) listening is a matter of intelligence; (2) children's listening 
ability is determined by hearing acuity; (3) children listen 
automatically; and (4) teaching reading is more important than 
teaching listening, A behavioral definition of listening is "the act 
of hearing sound sequences or patterns, purposefully directing 
attention to these , and actively applying appropriate cognitive 
skills which result in the listener's obtaining meanings, forming 
concepts, interpreting data, and predicting outcomes from these 
patterns," To be effective, instruction in listening must be on three 
levels — sensory, perceptual, and cognitive. This instruction should 
be developed throughout the child's school career. The teacher should 
identify behavioral objectives and select only the best and most 
recent materials when teaching listening skills, (SH) 
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The dictionary defines "imperative" as: "not to be avoided or 
evaded; obligatory, binding, compulsory--as an imperative task.'' 

The teaching of listening is an instructional imperative. It 
is obligatory, binding, and compulsory, without instruction in listen- 
ing, the communication act is seriously hampered. Educators agree that 
the teaching of effective and efficient communication is an instructional 
imperative, Nevertheless, specific instruction in the essential communi- 
cation skill of listening is sadly lacking in most current school 
programs at every grade level. 



requires a skilled sender, a reacting receiver, and a message coded 
in a medium that both sender and receiver can comprehend. The sender 
may be highly skilled (rarely is there any argument concerning the 
importance of teaching oral and written expression); the message may 
be clearly coded (grammar and usage, spelling, and handwriting are 
accepted facets of the language arts program); but if the receiver 
isn't listening effectively there is no communication. 



Communication 



, the act of exchanging ideas or information, 



*Presented at the First Annual Conference of the Canadian Council of 
Teachers of English at Calgary, Alberta, in August, 1968, 
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Too often, listening is confusod with hearing. The fact thnt 
the receivtir can hear does not mean that he will automatically learn 
to listen, I am reminded of the reading group which I observed in 
which each child was asked to read in rotational order-- counterclock- 
wise. The teacher had commented to me prior to the start of the lesson 
that the oral re'^.ding would be followed by a worksheet containing 
comprehension questions, a usual reading routine for that group. 
However, at one point in the lesson, possibly because I was there, the 
teacher stopped one child who had just completed reading aloud three 
lengthy paragraphs and askod him to describe the content of these 
paragraphs in his o\m wordvS. Visibly confused by this unexpected 
change in procedure, the youngster responded, don't know what it 
said. I wasn't listening/' 

The notion that the teaching of listening is an instructional 
imperative is not new-- it has simply been ignored. As early as 1928, 
it was reported that adults spend 457o of their time in listening, as 
opposed to 307o in speaking, 167o in reading, and 97o in writing (Rankin, 
1928). Nevertheless, during the next several decades, reading 
instruction was stressed to the virtual exclusion of instruction in 
the other receptive skill of listening. During that same period, 
research in reading was also emphasized almost to the exclusion of 
research in listening. Nichols (1940) reported that, as of 1939, only 
14 research studies in listening had been published in the United 
States and England, in contrast to 1,951 such studies in reading* 
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While there lias huen a strong recent upsurge in studies concerned with 
listening, the r.mount of research in listening is opposed to reading 
reiTJiins very low. 

As early as 1940, Goldstein (1940) reported that a person can 
listen to speech at a rate of more than three times that at which he 
normally hears it. However, it is only just recently that attention 
has been given to closing the gap between ability to listen and actual 
time involved in listening through such media as time- compressed 
speech. Ten years later. Wilt (1950) reported that teachers estimated 
that children spent 257o of their school day in listening when the 
children in fact spent 57.57o of their day in listenlng--more than in 
any other communication activity, including reading. Most of this 
listening time was spent in listening to the teachers, who were 
apparently unaware that what pupils were doing when teachers were 
talking could be classified as listeningi Research has further 
indicated that the assumption that the able speaker is a good listener 
is unfounded, and that the teaching of oral expressive skills does not 
necessarily result in the learning of oral receptive skills (Brilhart, 
1965), In addition, incidental instruction in listening has not been 
found to result in either effective or efficient learning. It has 
been found that about 507o of adults comprehend very little vand retain 
even less of what they hear in an ordinary informational talk, while 
students at the secondary and college level comprehend, on the average. 
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only about half or less than half of what thay hear (Vernon, 1950; 
Bro\^m, 1950; Cartier, 1955). Since instruction at these levels is 
generally provided through lectuies, it would appear that at least 
half of a person's educational career is wasted since it does not 
result in retentive learning. 

Studies further reveal that reading and listening comprehension 
skills are closely related (Duker, 19&4) ; that there is a high 
positive correlation between the ability to listen and report-card 
grades^ so listening does pay off! (Canfield, 1961); that listening 
skills can be significantly improved through both direct and indirect 
(but not incidental) instruction in listening (Canfield, 1961); that 
reading and listening both involve the same mental processes and that 
instruction in cither skill affects the other favorably (Smith and 
Dechant, 1961); that during the elementary grades pupils learn more 
by having material read to them (listening) than by reading it them- 
selves (Larsen and Feder, 1940); and that there are many kinds of 
listening skills ^^7hich are relatively independent. Thus, a person 
who is skilled in listening for recall may not necessarily be skilled 
in critical listening. Each listening skill must therefore receive 
specific instructional attention for maximum utility (Duker, 1964). 

In view of research findings concerning the importance of 
listening instruction during the past several decades, it is 
particularly notevx)rthy that so little emphasis had been placed on the 
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teaching of lisitoning skills. Logan and Logan (1967), tv;o Canadian 
authors, suggest that the reason for this inr/ctontion may lie in four 
unfounded assurapt ior;j:< conccirning listening. 

One such misconception is that listening is largely a matter 
of intelligence. \^ile there is a positive correlation between 
listening Nihility and intelligence, this relationship is not nearly as 
signiC icnnf .ss mrtny have assumed. Hov7 well one listens is determined 
by the extent to vjhich listening skills ave developed and used as well 
as by experience background and interest in the subject. The authors 
recomracnd that teachers reject the notion that the bright child will 
learn without training in listening and that the slow one won't learn 
unde r an y co nd i t ion s . 

A second misconception is that children's listening ability is 
determined by hearing acuity. Logan and Logan comment that only three 
to six percent of the school population suffers from hearing defects 
sufficiently severe to impair learning in the classroom. They point 
out that what is regardea as hearing loss is often merely a matter of 
inattention, boredom, indifference, or Individual differences in 
listening compreheni^ion skill. 

A third misconception is the concept that children listen 
automatically, and that daily exposure to " teacher- talk'" eliminates the 
need for instruction in listening. Since more than 50% of the school 
day is spent ii\ listening to their talking, many teachers may feel that 
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there is no need for systematic, spcicific listening instruction. It 
is quite clear, hov/ever, that such directions as, ^'Listen carefully, 
class, ' or such threats as ''I will not bogin until everyone is 
listening,' will neither teach how to listen carefully, nor guarantee 
that the pupils are indeed listening rat all. Again, I am reminded of 
a student teacher vjho responded to my question, ''How do you know which 
children are listening?'* with, 'I know by the way they look.'* When 
asked, ''How do they look?'' the student teacher responded, "They look 
like they are listening." This kind of circular reasoning has caused 
ttiany a teacher to be fooled by a pupil who has learned to look as if he 
was listening when he was in fact tuned out. 

The fourth iriisconception is that teaching reading is niore 
important than teaching listening. Lo£,an and Logan suggest that this 
may be the most detrimental of t.he misconceptions in view of the fact 
that we listen three times as much as we read, that listening has more 
influence on behavior than reading especially at the elementary grade 
level, and that the media explosion v;ill result in even aiore influence 
through listening than reading in the future. 

A BEHAVIORAL DEFINITION OF LISTENING 

An examination of the titles and contents of professional 
articles, as well as chapters in professional texts concerned with 
listening, reveals a considerable variety of terminology in this area. 



Bro^nl, I'oi" oxa^iplc, suggests; thrat tho terii • nuding" is nioru 
appropriate icr ti:;achers tVu-.n " listening' * . He defines ^'auding' as: 
'the gross pvoccss of listening to, recognizing, and interpreting 
spoken syi.tbols'* (Brown, 1954). 

Russell and Russ*j11 (1959) suggest the inclusion in tha 
dcifiuition of the tervj ''observing'* and cffev this u.?.thciaaticr\l foru^ula 
for claiity: 

Seeing: observing: reading 

•= hearing: listening: auding 

They further suggest that listening operates at various levels 
v/hich range froat aimless to purposeful, inexact to detailed, and 
passive to creative, (It should be noted here that they do not 
suggest that they should so range, but rather that they do.) They 
identify as included in the HEARING LEVELS activities which involve 
hearing sounds or words but not reacting beyond bcire recognition; 
intermittent liscening-- turning the speaker on and off as the mind 
wanders; and half- lis tening--follovjing the train of discussion but 
only closely enough to seize the firf:t opportunity to h.ive one's say. 
The LISTEI^ING LEVELS include listening passively without observable 
response, and n:irrov7 listening in which the vaain significance is lost a 
the listr^ner selects details which may be relatively unimportant but 
which are faniiliar or agreeable to hi;:*. The ADDING LEVELS involve 
listening and for^^ing associations with rel^ited items frora one's o™ 
experiences; listening closely enough to get uiain ideas and supporting 
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details; listening critically; '-md appreciative and creative listening 
vjith gcnuinci raontAl nnd on.otional p:\rticipition. Unfortunatctly , 
these authors suggest, th^re is rauch overlapping ai.tong those levels, 
which iVuHte theia rol'itivoly difficult to use for instructional purposcas. 

Taking their cue froin the Ru.c'jells, /another group of v;riters 
further define "observing'' as the ability to see or hear, recognize, 
coKiprchond, and interpret ono*s visible environr.ient. They suggest a 
different group of listeniug-^observing levels through which they feel 
children progress. The simplest level of 'observing'' is identification 
or sif.iple reco[^nition. Next, is the level of interpretation in terLis 
of functionality. With oioio mature powers of observation, the level 
of description it^ reached. Thus, there ic a spectruiii of listening- 
observing powers which includes, at each grade level, an appreciable 
range of listeiiing-observing abiiitie:*; (Shane, et.al. , 1962). Since this 
introduces the- concept of Individual differences, it is more useful 
for the teacher in preparing instructional sequences in listening. 

In another effort to codify the various aspects of the listening 
skill, Fessingdon (1955) lists seven levels of listening. Frou; 
siiaplest to most coi?*plex, these include isolating sounds, ideas, 
arguments or facts; attributing Uieanings to the factors which have 
been isolated; integrating these factors with past experiences; 
inspecting thaia for relationships; interpreting thent for implications; 
interpolating stateiTients which have been heard; and finally introspection 
for an under standing:; of v;bat effect these factors are likely to have on 
the listener. 
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It is interesting it thic point to note those listianing habits 
which liichols (19&0) h^-s offered ?.s the ten worst in Aia^rica today, 
since these appcir to be telviCed to Fessendon*s listening levels. 
These habits include;; (1) C.'^liing the subject dull--too dry to command 
the listener's attention, thus allov/ing the listener to wander off on 
n mental tnngeat; (2) Criticizing the spcaker--not paying attention 
because the listener is busy finding fault v7ith the speaker's 
mannerisms or faults in delivery; (3) Getting overs timulated--reacting 
so strongly to one part of a presentation that the rest is mis<^ed; 

(4) Listening only for facts-^not listening for main ideas and context; 

(5) Trying to outline everything-'-no t being flexible about what is 
and isn't outlined; (6) Faking attention-- striking an appropriate pose 
and tuning out; (7) Tolerating distraction--- being easily distracted or 
oven creating oner's o^/jn distractions; (8) Choosing only what's easy- 
forming the habit of avoiding even moderately difficult expository 
presentations; (9) Letting emotion- laden words get in the way- -tuning 
out when '^fighting words"" are used (words such as communist, mother-in- 
l^>w, etc); and (10) V'asting the differential between speech and 
thought speed. Nichols reports that people generally speak at an 
average rate of 125 words per minute in ordinary conversation. An 
audience, however, is likely to listen to a speaker at -in average rate 
of 400-500 words per minute. However, the average teacher or lecturer 
usually slows do\r7n to 100 words per minute when speaking before an 
audience. The differential between speech at a rate of 100 words per 
minute and t-:asy thought at a rate of 400-500 words a minute is a pitfall 
which 'lures the listener into a false sense of security and breeds mental 
tangents,'' 
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Recent research iii the area of learning theory chearly indicates 
that instruction is most effective v;hen it Is based on operational or 
behavioral definitions and ob jectives-- • v/hen ch^- teacher can clearly 
identify what the learner will be able to do as a result of instruction, 
A behavioral definition of listening, tht^n, which takes into account 
the work done in this area over the past years, suggests the folloxving 
def init ion: 

Listening is the act of hearing sound sequences or patterns, 
purposefully directing attention to these, and actively 
applying appropriate cognitive skills which result in the 
listener's obtaining meanings, forming concepts, interpreting 
data, making inferences, and predicting outcomes and 
consequences from these sound sequences or patterns. 

Such a behavioral definition of listening ailot^s for the 
inclusion of those sensory aspects of hearing which are affected by 
acuity, binaurality oi- fusion, auditory fatigue, noise, and masking 
(interference of one set of sounds i7ith another). Further, it includes 
active involvement through task attendance as well as those associative 
and creative aspects of cognition which others refer to as 'auding*". 
This definition is useful as well in preparing behavioral instructional 
objectives, which might include, among others, building listening 
vocabulary; adjusting to dialectic divergencies such os intonation, 
linguistic structuring, or phonetic variations; and developing 
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appropriate affective respoiises to liound cecuences. This latter might 
wc-.ll prevent the development of such lisConing faults as allowing 
emotion- laden words to gut in thfi way of li5;i:ening or reacting too 
strongly to a lecture or di.scussion. Thus, such a definition facilitates 
the devalopmenc of appropriate instruccional sequences in listening as 
v/ull as the elimination of blocks to good listening. 

DEVELOFIrN'G INSTRUCTIONAL SECUENCES IN LISTSMIi G 

Listening provides the foundation on which all other language 
arts skills are based. In the developmental scheme, listening precedes 
speaking, reading, and writing. The person v;ho cannot listen 
effectively cannot communicate effectively. It is as simple as that. 

The definition of listening proposed in this paper requires th-it 
instruction be provided at three levels: sensory, perceptual and 
cognitive. Listening skills must involve ability to function within 
the idiolect (native speaking patterns) as well as within the formal 
language of the school. Such skills range from identifying or 
discriminating between unitary sound p?*tterns (the ticking of a watch, 
phonemic patterns such as the long and short sound of "a*) to determining 
the meanings of homonyms or homographs in context, translating and 
comprehending idiomatic expressions, creating visual images, and 
detecting propaganda. 

Perhaps two »-;xampltis are relevant here. One student of my 
acquaintance was attending secondary school in a small city in the 
Southern part of the United States, having just arrived from a totally 
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different environment. Hvr biology tciacher spent a considerable amount 
of timvj during one class p«.u*iod discussing what she interpreted 
phonetically to be: ••Sriils'. Since sh^ could not find r\ meaning for 
this word which matched the context of the discussion, she thought that 
she'd better check her peiceptions. She went to the teacher at the 

close of the cl \ss period and asked him which Sails'* he meant those 

on ships or the sales' in stores. ''Why, honey,' he replied, "I was 
t.?lkin' about the white blood cells, 

On a recent television program, a knock was heard at the door 
and a secret agent, who was ^ilso a robot, ms requested by another 
secret agent to "'answer the door.' The robot, who was not programmed 
for idiomatic speech, responded, 'Hello door. Would you repeat the 
Guestion?'* Listenais unversed in the idiom of the school, or 
arriving at school from a divergent dialectical situation, have the 
same problem. 

Skills which are essential to effective and efficient listening 
must be isolated and taught undei conditions which are both specific 
and systematic. However, attention must continually be given to the 
provision of experiences in which functional applications of developing 
listening skills can be made to expressive and receptive communications 
situations both in and out of school. For example, a '"Man on the Street" 
unit in v;hich pupilc interview each other, parents, neighbors, and 
others concerning questions of importance to the pupils, and then 
report to the class with descriptions and evaluations of responses of 
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intervieweijs, provides situition iu which the skills of croativu and 
critical listening in interview situations arc- taught and in v/hich the 
clnss is also provided with opportunities for functional listening. 
Isolated lessons or crash approaches to instruction in or improvement 
of listening skills may shov; immediate results in improvement of 
listening behaviors but these are not likely to be long term. 

In order to be effective, instructional sequences in listening 
must be provided developmentally throughout the child's school career. 
Provision must be made for individual differences in listening skill 
growth just as it is made for individual differences in reading. 
Provision must also be made for corrective and remedial instruction 
where appropriate^. 

Instructional scciuences should be developed using a series of 
specific, carefully planned steps. Professional texts currently 
available to teachers outline a variety of such steps in planning 
listening instruction. The following series of steps, based on those 
used by developers of programmed instructional sequences, are equally 
useful in developing lessons in listening. This series includes the 
following activities: 

1, Selection of subject matter: WHAT shall be taught in this 
lesson or series of lessons? 

2. Description of the learners: WHO shall be taught? What are 
the characteristics of the learners in terms of specific 
listening skills as well as other language arts abilities? 
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3. Preparation of behavioral objoctivcs in terms of the 
subj^iiCt rutitter to be taught and the kinds of Icarnurs 
involved: V^HY is the material being taught? What are 
the criteria for adequate pei formance? What is the 
learner expected to do upon conclusion of the instruc- 
tional sequence? 

4. Selection of appropriate methods, activities, and 
materials : HOW can we best provide instruction to best 
accomplish the objectives? 

5. Evaluation of instruction: HOW WELL has the subject 
raatter been taught in terms of the criteria specified 
in the objectives. 

In selecting the listening skills to be taught at various 
instructional levels, the teacher must be guided by the best current 
research information as well as by suggestions in professional 
journals, texts, and courses of study at the pre-service and in-service 
levels. There is insufficient ev^idence currently available as to which 
instructional emphases are likely to produce the most long- lasting 
and effective listening results. However, this is probably true of 
reading and the other language arts are<as as well. 

Logan and Logan (1967) provide a variety of listening lessons 
which serve as examples of the appropriate development of instructional 
sequences in terms of specific steps. In one such lesson, ^^Listening 
for Information, they offer as the specific objective: To help 
children listen to recall facts, ideas, and principles with accuracy. 
Those behaviors which will indicate that this objective has been met 
are then specified, including: tooting sequence of ideas, watching for 
transitional phrases and changes of subject, and relating supporting 
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ideaa. Ten tcrichirig Ctchnioues arc listed, including ostablishing a 
specific purposo fot listening, telling students beforeh?.nd what to 
listen to, er.ipharjizini^i; the organization of the talk h^ard --^nd the like. 
Seventeen teaching activities are suggested, including answering the 
telephone and deliver in.-:; the message accurat^jly, reading a series of 
paragraphs and hiving the students select the iviain idea froni a number 
of statcir.ents. Fivv evaluative c^uostions are also included, as: Did 
the children act on the information thciy recciv^id? Did they discuss 
and evaluate on an increasingly mature level? 

Professional journals provide a variety of ideas for listenins 
activities. One author (Chambers, 1966) describes the art of story- 
telling and provides specific suggestions for both the storyteller and 
the audience to facilitate the develop'inent of both speaking and 
listening skills. Another (Candrevc, 1961) discusses the use of 
language laboratory ecjuipment intended for foreign language instruction 
as an aid in providing listening in^:cruction at the elementary grade 
level. Elwin Slack, -i teacher in Michigan, shares a rather unique 
activity in which his clas5^ exchanged tape recordings with children in 
ts^omo Alaska (Rehage, 1960). Ko reports that this oral form of pen-pal 
activity provided the children with highly rriotivated practice in 
locating and organizing information, making presentations that held the 
interest of the audience, and the like. Another writer (Horworth, 1966) 
describes the development of listening centers in classrooms and suggests 
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th'M thcs^. 'Wk: •^rl ox'^niplo of "'attonipts to optimize Paor^ than one aspect 
of luding' , Sucl- Cvjntors generally include an auto- instructional device 
consisting of a record player or tape-recorder, earphones, listening 
materir.ls such tapus or recordings, r?.nd response sheets which are 
completed by cho listeners through the cour?.*^ of the listening 
experience. Others (Hoffuuin, 1963) have suggested that carefully 
structured coinmercial or teacher- prepared taped lessons Liliminate 
extianeous teacher talk and provide inanediatc feedback and reinforce- 
ment. 

A variety of published luaterials concerned with listening 
activities and games are alFo available to teachers. D.'^vid and 
Elizabeth Russell (1959) have collected 190 listening activities in 
their book. Listening Aids Through the Grades . These are listed by 
general school levels. Lists of references and raaterials for teachers 
are also provided, including audio-visual aids. Uagner, Hosier and 
Biackinan (1960) have published collection of Listening Gauxs , 
presented in order of difficulty. Accvig the activities which arc 
••easy to play-'- are gaujcs in which children listen for sound, rhyming 
games, and ineirory gaiacs. Gauies which challenge top intellects 
include activities designed to give practice in listening intently in 
order to identify the couuaon meters used in p- iitry, or to listen 
^attentively in order to associate names of well-kno^^^l authors with 
titles of their books. All games are classified by specific grade level. 
Listening activities and games are also listed in many professional 
tests in reading and the other language arts. 
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Skill exwiicisos -irc provided in such indupcndout materials :;s 
the Reading Laboratoty published by Scicnco Rcsoaxch Associ.atcs, and 
the Listen md Re.-ad Program djjvclopod by Educational Development 
Laboratory (EOL), While thei^e materials ^.re prepared for individu- 
alized instruction, they can also be used with small or large class 
groupings, EDL has recently published a new develo pudental program in 
the area of listening, the Listen nnd Th ink Program ^ Designed to 
improve listening comprehension and specific thinking skills necessary 
for good listening, the program covers reading levels three through 
ti;elve, and includes a series of fifteen tapvi- recordings with an 
accompanying student lesson book for each level. Speeded listening 
or corjipressed speech activities are also included. 

The provision of listening experiences in functional 
coianmnications situations can be made through such generally accepted 
language arts activities as conversation, tulcphoning, discussion, 
reportiiig, plnnning and evaluation activities, poetry ^nd choral 
speaking, preparing announcements, preparing and performing in programs 
and assemblies, and the like. 

While evaluation of instruction is as essential in listening 
as in any other content area, the development of standardized 
instruments for the meacureuient of growth in listening knowledges and 
skills has been slow. Perhaps the principal reasons for this delay 
have been the lack of research into the specific skills and abilities 
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nocusr.nry for- r/.oud listening, as well, ns into the; factors vjithin thcfjG 
skills v;hich arc ;uc i5:ur iblc with standardiZsiid instruments. Research 
attention in currcritly buing directed to this ?roa. However, there are 
s»jveral available standardized listening tests which, while their 
reliability and validity luay be questionable for research purposes, 
can serve as n ucet'ul guide to the classrooKi teacher in evaluating 
pupils* listening skills. 

One standardized test for use at all grade levels from fourth 
up, is the Listening s».'Ction of the SeGuenti:».l Tests of Educational 
Progress (STEP), published by Educational Testing Service. This 
instrument is available in four levels, grades 4-6, 7-9, 10-12, 13-14, 
and includes iteins relating to skills in listening coraprehension, 
interpretation , evaluat ion, and application. 

Another standardized test, for use at the secondary level and 
above, is the Brown- Car Ison Listening Conprehension Test, published by 
World Book Corapany. This test attempts to ueasure those separate 
listening abiliti-^s: (1) ii.iruodiate recall; (2) following directions; 
(3) recognizing transitions; (4) recognizing word meanings; and 
(5) lecture coraprehension. 

Infori.-tal tests can be prepared by teachers based on the 
objectives and content of listening lessons. Those listening factors 
tested in research studies in listening are also a good source of 
content for both instruction and evaluation. For exaiuple, in a study 



19 

designed to inv.jtU i[; it j thowc facturs in tuiitft which uioasuro the d^-i^riio 
to which spoken passages or short talks arc properly understood, the 
inv'jstisator (Sp^^atritt, 1962) Sc:lectv;d those fictorc ho believed v7ero 
likijly to bG; involv;..: in listening coupruhonsion. Hu thc;n adapted or 
developed ti.:st icistruu.onts br^isod on chciC factors. Included were such 
.ixe*i^» m follcvin^ directions concerned with lists of letters or nuubors, 
rapid spelling, listening to haphazard spe'^ch and illogical groupmgc-, 
determining conseQu.jnces , word niGMOi^y, listening vocabulary, listening 
to short talks, and tho like. 

One final note concerning instruction involves the teacher's 
role in the listening process. To the extent that teachers are neglige:.it 
about their c;7n speaking and listening habits, effective instruction 
in listening r.^-iy bi difficult if not ivapossible to provide. Green and 
Petty (1967) suggest a series of qucctions with which teachers might 
well be concerned if they are going to provide successful instruction 
in listening. These include: Is it because of ME that children do not 
pay attention? Coulrl they be shutting ne out for some reason? Ar.i I 
defeating good listening by talking too niuch? Do I use changes in 
pitch, loudness, and rate in ny ovm speech? Do I give children tiiiie to 
think when I ask questions-- to find the answer to one question before 
another is asked? Do I try not to repeat what eich child says but 
rather require the ^;toup to concentrate on the speaker? If the teacher 
is indeed a -u.odel for the child in instruction, then these questions are 
certainly appropriate and require careful consideration. 
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IN CONCLUSION 

Thu i::udia c:Xplo:'.ion has forcod educators tu take n nev; look at 
listening as '^.n incr.ructicnal task. \''^h:\t we have discovcrc-d is that wo 
know :\ greac deal "J; significance about listi::ning, but vjc liave only 
scr-ntched the surface VJe do not kno'.; how to isolate and [vierasure 
listening ability v-'.lidly and reliably, and wc therefore have difficulty 
planning, initiatin^'^, and evaluatin<^ instruction, Nevertheless, many 
teachers are successfully teaching and ii.tproving listening skills, siiven 
though we May not know why they are successful. 

Event? go on and instruction must keep pace. Already, a variety 

of nev; technological developments has carried us beyond direct 

classroom instruction in listening and into areas wc would not have 

- — ' 

dreamed possible twenty years ago. Many people are nov; learning through 
tele lectures— where an anplifier and speaker systevf: is hooked into a 
telephone lin^_ so that entire classes ^ailes ./way can hear a lecture; 
by a proiTiinenc person in a specialized field and direct questions to 
that person. Co.:'.puter as-isted instruction involves the use of a 
computer as a flexible teaching uachine, utilising speaking and 
listening on a highly sophisticated and interactive level. Techniques 
have been established or are in the research phases in which the output 
of tape recordings can be prt^sented at considerably greater rate of 
speed without speech distortion. The results of experiments with tiue 
coviipressed speech indicate that the coiaprehension of speeded listening 
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uritcrinls car. bo 5i;3nif ic inn ly ii.^proveci v.'iLh v^ry suall .-^.i.icunts: of 
practice. 

Thore is littl^j question thnt cducntionil technology will change 
chc v;ay in which poopla lonrn as well as tho ;.v.nounts of knov/ledge which 
they can learn .'nd retain. Technological approaches to instruction 
require that coi.u^unic ition skills be v;ell taught from the start of the 
child* s educational career, Listeninc^, is basic to all le-'^rning, and 
especially to learning through the new and developing taethodologias. 

Listening is now an instrugtional iuiperative. The teaching of 
listening will becorae even uiorc of an iuperative as our technological 
society continues to develop. 
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